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Foreword

GREAT institutions are notoriously slow to change and educa-
tion is no exception. The lag between the best we know and its imple-
mentation in practice is a continual problem for curriculum workers. The
reduction of this lag is especially important in times like these when the
rate of change in the world has so vastly accelerated and when the entire
nation has turned its face to education for the solution of some of its most
pressing problems.

A major objective of the Association for Supervision and Curriculum
Development has long been to facilitate the movement of ideas from their
formulation in theory and research into practice in the publie schools.
One of the ways it does this is through the programs of its research insti-
tutes. In these we have sought to bring together scholars from the learned
disciplines with educators in key positions to innovate change in
education.

In addition, the papers of mary of these research institutes have been
made available to a wider audience through ASCI) publications. The titles
of some cf these former reports are as follows: Language and Meaning;
Theories of Instruction; Intellectual Development: Another Look; Nur-
turing Individual Potential; New Dimensions in Learning; Human Vari-
ability and Learning; Frecing Capacity To Learn and Learning Morc
About Learning.

The papers in this publication, as James Raths indicates in his
preface, are particularly concerned with modern thinking and research in
supervision. As a distinet profession, supervision is a comparative new-
comer among edueational occupations hut a rapidly growing one. This
profession is especially important in these times, for supervisors are
~hange agents in the schools. The major task of supervision is the
facilitation of growth and development in teachers and pupige. It hax
the crucial task of feeding into the bloodstreom of education the hest
information and practices available, Until fairly recently there has been
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vi The Supervisor: Agent for Change in Teaching

little research upon which the supervisor could draw for guidance in ¥

defining his proper roles and functions., This piciure is changing, how-
ever, and the papers presented in these research institutes represent but
a few of the research efforts we can expect to see in the years just ahead.

ASCD is indebted to Dr. Raths and to his research commission for
the work they have done in making these curriculum research institutes
possible. We believe they have made a valuable contribution toward the
advancement of the profession. It is our hope that the publication of these
papers may provide increased understanding and help for supervisors in
practi : and may stimulate further research in this arca of great need.

November 1966 ArtHUR W. CoMmBs, President
Association for Supervision
and Curriculum Developrrent
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Preface

THE Eleventh Curriculum Research Institute of the Associa-
tion for Supervision and Curriculum Development was intended to shed
some light on research in supervision. We have assumed for some time
that supervisors are needed and that without them, schools would be less
effective. What do the data say? As we planned the Institute, the mem-
bers of the ASCD Research Commission became aware that there was
very little research in this area—with the exception of pereeption studies
which seemed to show that the supervisor’s role is not perceived by teach-
ers, or by principals, as it is perceived by the supervisors themselves.
However, we were fortunate in finding cight scholars who agreed to share
with us their research and their views concerning supervision.

First, J« 3 B. Macdonald placed concerns of supervision into sev-
cral contexts —each suggesting a dilemma that poies far-reaching philo-
sophical and ethical questions. It is gsafe to say that none of the papers
which followed were able to meet the arguments implieit in Macdonald’s
contribution. Yet this is not to suggest that the papers were not germane
to the topic, but rather that data are perhaps improper sources for an-
swers to philosophical questions. Macdonald’s contribution remained,
however, as an intellectual setting within which the various papers which
followed inevitably were seen.

Boyd and Ringness presented papers about five months and 2000
miles apart (the former gave his paper at Washington, D. C., in Novem-
ber while the latter read his contribution for the Western Section of the
Institute in Apiil at Denver, Colorado), but they were very similar in
content. These two scholars are concerned with the psychological mecha-
nisms that are cperating between the teacher and the supervisor. They
seem to hold that if supervisors could find out more about the drives,
motives and problems of teachers, the process of supervision would be
greatly enhanced.

Amidon and Powell, and Ward gave papers reporting on the efficacy
of various feedback procedures. While Amidon and Powell’s feedback

vii



viii The Supervisor: Agent for Change in Teaching

system deals only with information concerning interaction patterns,
Ward’s project was wider in scope and also was planned to enhance com-
munication between the researcher on the one hand and the teacher on
the other. These studies suggest that supervisors may indeed profitably
spend their time providing feedback to teachers under certain conditions,
In this role, a supervisor may do less interpreting, as would & supervisor
following the ideas of Boyd and Ringness, bus he would do more deserib-
ing of what he is seeing.

The papers of Harris and Bishop are less empirical and more pre-
scriptive in nature. They identify problems in the area of supervision
and suggest ways in which the problems can be met. Harris’ suggestions
are mostly for the scholar and his study of supervision. Bishop, by way
of contrast, suggests actions that individual supervisors can take at this
critical time in education.

In the final paper of this booklet, March relates the findings of
several organizational researches. Seen as a member of an organization,
the supervisor needs to understand how an organization functions. March
presents several models, not any of them totally acceptable, for examin-
ing the functioning of an organization. He draws implications for super-
vicion and for supervisors as a result of his work in non-educational field
research. His contributions suggest that many of us need to examine
some of our basic assumptions regarding the importance of consistency
and cecordination within an organization.

The Research Commission and the Association for Supervision and
Curriculum Development would like to extend appreciation to the staff
members of the two sections of this Institute who helped make the expe-
riences more meaningful. The names of these very able persons follow:
Eastern Section—Margaret Ammons, University of Wisconsin, Madison;
Edwing Deans, U.S. Office of Education; Marie DeCarlo, Public Schools,
Montgomery County, Maryland; Benjamin Ebersole then of the Associa-
tion staff and now with the Public Schools, Baltimore County, Maryland;
tack W. Miller, George Peabody College for Teachers; Audrey Norris,
Publie Schools, WillouglLby, Ohio; Hugh Perkins, University of Mary-
land; and Theodore Storlie, Publie Schools, Flossmoor, Illinois; Western
Section—Charles Galloway, North Texas State University; Inabell
Kirby, Publie Schools, Decatur, Tllinois; James Popham, University of
California, Los Angeles; and Bernard Spodek, University of Tllinois;
both Sections—ILouise M. Berman of the Association staff; Eli Bower,
National Institute of Mental TTealth: and James B. Maedonald then of
the University of Wizconsin, Madison and now with the Tniversity of
Wisconsin-Milwaukee.
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Also, the Association for Supervision and Curriculum Development
would like to acknowledge its indebtedness to the National Institute of
Mental Health for co-sponsoring the Eleventh Curriculum Reseorch

Institute.
August 1966 James Ratus, Chairman
ASCD Research (‘ommission
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Helping Teachers Change

James B. Macdonald

SUPERVISION has traditionally been thought of in terms of
an economic decision-making model. Both government and industry have
espoused and utilized this modl within their own unique contexts.

In educational terms, this model suggests that the function of a
supervisor is primarily to monitor and t work with teachers toward the
more effective and efficient achievement of the goals of the school. The
goals of the school have most often been defined in terms of children’s
learning. Variations in this model have occ...red with the influence of the
progressive education movement, group dynamics psychology, and men-
tal health concepts. Model variations due to these influences, in essence,
shifted the goals of supervisors from the student to the teacher. The
teacher was characterized as an individual with his own needs, interests
and aspirations which must be accounted for in the supervisory process.
Further, group dynamics studies seemed to indicate that in order to help
the individual teacher certain dynamic processes of communication and
interaction were necessary components.

In recent years, with the decline of public support for “Progressive”
education, the shift in supervisory focus within the individual teacher-
centered ideology has been attached to the public’s growing concern for
mental health, with the result that some models of supervision are semi-
therapeutic in structure.

It appears now that we are entering yet another era in supervision,
the era of feedback. This era is difficult to dignify with the term scien-
tific, yet its major emphasis is upon the “objective” provision of infor-
mation to teachers about their practices. Major efforts today are being
made in the development of descriptive models of teaching that may be
used as “mirrors” to be held up by supervisors for teachers to see their
own behavior. In essence this is a move to utilize research tools for in-
service education functions.




2 The Supervisor: Agent for Change in Teaching

In historical perspective, the various models of supervision alluded
to here leave open a major question: “What, if anything, does supervisory
activity, regardless of model, contribute to education?”

We act essentially upon faith that supervision is effective. This faith
arises from our experiencing of supervision and not essentially from re-
search data sources. Rather, our faith projects a rationale that says:

Some teachers are continually changing—growing toward better
teaching. They seem to be able to find a way to develop almost “in
spite of” their environments. No matter how rigid the school policies are
or how static the administration may be, such teachers seem to prosper.
Perhaps these teachers are the creative ones, and/or probably this behav-
jor is an integral part of their personality. We recognize this type of
person and we bemoan the fact that there are too few teachers like this.

If all teachers could grow in this way there might be no need for
in-service programs. The reality of the situation is that the majority of
our teachers do not display a noticeable built-in professional-growth
mechanism. Like the population at large, there seem to be relatively few
self-educating people in teaching.

Most teachers are in fact caught up in the “organization,” the edu-
cational bureaucracy. The problems of status and role in the system,
their relationships to prineipals, other teachers, parents, and central ad-
ministrators are pressing and pressuring. School curricula, policies, pro-
cedures, mores and customs become the base for working with youngsters
rather than a facilitating milieu surrounding the basic problems of
teaching the young. It is little wonder that few of our teachers can over-
come the burden of the “system” and become self-educating.

Apparently it is necessary and desirable that we find ways to stimu-
late and guide the profess; .l growth of most teachers. This, one must
suppose, is the central ratsaale for all productive in-service programs.

The Value Dilemma

Setting out to change teacher behavior, however, is a specific instance
of the broader problem in our society of the manipulation of human be-
havior. The mora)l issue here is the very same issue involved in Chinese
Communist “brainwashing,” or the development of some Utopia by the
utilization of operant conditioning, or the shaping of cultural taste by the
advertising industry.

We have unsuccessfully tried to avoid this issue by the acceptance
of the following pattern of reasoning: Teacher actions x, y, and z are the
most efficient ways of achieving goals 1, 2, and 3. Efficiency in the
achievement of goals produces a greater profit in the learning outcomes
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of children. The “profit” of increased lcarning outcomes is the central
criterion of the worth of actions x, y, and z. Therefore, all teachers
should perform these actions. Most of our research in teacher effective-
ness embodies this format.

This neat logical pattern has at least three serious drawbacks in its
reasoning. First, we have little, if any, knowledge of predictable chains
of behavior that can be given all teachers in the form, x, y, and z, with
the guarantee that 1, 2, and 3 will result. Thus, we do not know what
specific teacher action:s will produce specific desired results. Beyond this
we do not agree thai “profit” in the form of learning outcomes is the
only criterion of worth, and a third drawback relates to our confusion
about how the learning of new behavior takes place. Thus, we are not
sure what actions will result in what; nor whether we have a right to
demand these behaviors if we know them; or even how to develop these
behaviors if we can eliminate the above considerations. These dilemmas
can be called the empirical, the moral, and the theoretical dilemmas.

Thus, empirically, we have yet to specify the chains from teacher
behavior to pupil learning. Morally, we face the dilemma of deciding
whether we should approach the changing of teacher behavior with some
criterion which lies outside the person of the teacher (e.g., pupil learning)
as a basis for change, and, theoretically we do not agree upon how to
proceed with the business of changing behavior.

These dilemmas, at this time, can only be resolved by some state-
ment of premises or propositions upon which an in-service program can
be built. This writer believes the following premises are justified:

1. Teaching is a complex integration of behaviors and single behav-
jor chains cannot profitably be grafted onto the teacher’s behavioral
system.

9. It is morally wrong to set out to change teacher behavior unless
the change sought has been rationally selected Ly the teacher from among
a range of known alternatives.

3. Learning is an individual matter and how something is learned
is determined primarily by the internal structure of needs, perceptions,
readiness, motivations, etc., of the individual—not by the external con-
ditions of an outside person desiring change.

Conditions for Professional Growth

Accepting the basic premise just stated, there seem to be at least
four sets of conditions that are acceptable and desirable for the stimula-
tion and guidance of the change in teacher behavior.
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Social Setting for Change

We are prone to the exclusive use of psychological or sociopsycho-
logical metaphors when talking about change. Change becomes synony-
mous with personality change, or new individual learning. We have laid
aside a basic fact of social existence, the effect of the social system upon
individual behavior. This is highly unfortunate, for interpersonal inter-
action and other conditions for growth are highly dependent upon politi-
cal, economic and administrative confirmation for their effectiveness.

Teacher growth must not be a game to be played by teachers in
order to gain status and roles, financial reward, or professional recogni-
tion within the right boundaries. The boundaries of the system must be
flexible and the system must function as if the phenomena of teacher
change are natural and desirable.

Economically, the school system should provide ample funds for
fostering growth by making available money to accomplish echange. This
not only consists of the usual concept of research and development funds,
but also includes availability of funds for the personal growth of teachers.
No stronger setting could be created than the “natural” provision and
“expectation” of use of funds for these purposes.

The politics of the school system are 2lso a crucial consideration. It
is the inner workings of the power structure that often are either covert
or overt handicaps for development. The allocation of rewards must be
focused upon the goals of schools and consequently the growth of teach-
ers rather than the service to the system.

A highly cent:alized power structure defeats this goal. Further, when
access to power i not available to those with talent and a willingness to
accept the inherent responsibility that accrues, then the goals of the
school are seen as a front for the real purpose—the giving and maintain-
ing of status and role situations. Thus, schools should be organized in
small units where access to power (if need be, administration) is earned
and is accessible to all qualified from time to time. Under these circum-
stances the central purpose of the schools, the education of the young,
may be in central focus and allied with the growth of teachers.

Administrative practices may sometimes reflect and sometimes at
least partially determine economic and political forces. From a teacher’s
viewpoint, school policy is witnessed through the agency of adminis-
trators. The role of administrators in relation to teachers is clearly im-
plied in the last three conditions. It is only important here to remind
ourselves that the administrator symbolizes the setting and is the focal
point for teacher observation and perception of the system.
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An Interpersonal Climate for Change

An interpersonal climate which encourages change can arise when
the threats of failure, condemnation and negative judgment are removed
and a challenging and stimulating environment is constructed.

A challenging environment for teachers is one in which new ideas,
materials, practices, programs and other innovations are brought to their
awareness, discussed and made available for the curious and daring to
try. In other words, if teachers are going to change they must see new
alternatives to the practices they now use. These alternatives can be
supplied by the school leadership personnel in the form of stimulation
through planning for and guiding teachers toward awareness of new
alternatives. The use of consultants, speakers, workshops, curriculum
meetings, staff displays, materials centers, and professional meetings are
a few of the means by which this can be accomplished. It should be noted
that the knowledge about and enthusiasm for new practices on the part
of the leadership personnel are probably the single greatest factors in the
environment.

Teachers, as people, will rarely change without another concomitant
aspect in this environment. Threat must be removed so that teachers will
take risks. The threat of peer and/or staff disapproval for attempting
something new, the threat of evaluation, judgment of worth (merit, ete.)
and/or the threat of the unknown results are all operative in teaching,.

To lessen threat and encourage the taking of risks by trying out
new behaviors, demands, as Rogers* says, a strong element of support
and positive regard in the surrounding climate. Teachers must feel that
other staff and leadership persennel are supportive and regard them as
worthwhile persons no matter what they try or do not try.

This climate of lessened threat can be fostered by making most
curriculum activities voluntary (it is as important to preserve the right
not to change as to change) and by striving diligently in all contacts
with staff members to demonstrate clearly the fact that you are with and
behind them, and that you regard them as worthwhile and productive
people. It goes without saying that these feelings must be authentic, not
artificial.

A climate for change may well not be cnough. Most teachers, like
other people, do not have a close and realistic view of their own behavior.
They are not close to the reality of their teaching actions. Thus, many

1 Carl R. Rogers. On Becoming A Person. Bostoia: Houghton Mifilin Company.
1961.
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teachers do not actually know what their present teaching behavior is
like. There iz a need for some process by which a teacher receives a feed-
back other than his own perceptions of the behavior of his students.

Provision of Reality Testing Procedures

It is imperative that the concept of reality-testing or feedback be
clarified. At one time this meant the judgment of the principal or super-
visor. It should be pointed out that this is not only irrelevant but detri-
mental to the testing of reality. The values of principals and supervisors
are no doubt real, but they are not the kind of feedback that will best
facilitate change. What is needed is some means of helping the teacher see
what he is actually doing,.

A number of such procedures have been developed during the past
decade. Two illustrations may suffice to prove a clarification of this idea.
Amidon and Flanders 2 have presented an interaction analysis procedure
which provides a picture of teacher behavior to the teacher. As Amidon
and Flanders say:

Programs organized for helping teachers to understand their hehavior and to
plan behavior change must have provision for an effective feedback system.?

The Flanders system analyzes verbal behavior in the classroom. An
outline of the categories follows:

Teacher Talk Student Talk
Indirect S. Response to teacher
1. Accepts feeling 9. Initiates discussion
2. Praises or encourages 10. Silent or confused.*

3. Accepts or uses idea of student
4. Asks questions

Direct
5. Lectures
6. Gives direction
7. Criticizes students or
justifies authority

An observer sits in the classroom and every three seconds writes
down the category number of the interaction he is observing. Over a
40 minute period of time, ¢.g., with about 20 numbers a minute, an inter-

2 Bdmund J. Amidon and Ned A. Flanders. The Role of the Teacher in the
(lassroom: A Menval for Understanding and Improving Teachers' Classroom
Behavior. Minneapolis, Minnesota: Paul S. Amidon & Associates, Inc., 1963.

3 Ibid., p. 4.
4 Ibid., p. 6.

e T T




v

Helping Teachers Change 7

action matrix can be built which deseribes behavior over this period of
time.”

The important point is that the teacher now has an objective basis
or feedback of behavior in the classroom upon which to base a decision
to change. He may like what he sees, or he may want to try to modify
certain aspects of the situation.

Another feedback approach is the use of learning episodes. Lund and
Herrick ¢ have been developing this procedure for a number of years.
Class sessions are taped and transeribed. The teacher sits down with a
transeription and the recording and listens to the playback, following
and noting on the transcriptions any relevant comments. Diseussion with
the supervisor or consultant helps clarify what has happened and the
teacher then pians to try out some new approach or behavior if he sees
this as desirable. Teachers construct their own categories for analysis of
their behavior. This approach is more flexible and less exact than Flan-
ders’ analysis. It is somewhat more practical. Variations of this approach
are possible by using the episodes for general analysis by other teachers
as well as the specific teacher from whom the record was collected. The
important aspeet of the use of learning episodes, as is the case with inter-
action analysis, is the provision of some form of objective feedback to
the teacher.

Results of these types of feedback procedures would certainly indi-
cate the desirability of school leadership personnel developing and uti-
lizing some system of feedback with teschers that is not used as an
evaluation system by evaluators, but as a feedback system by facilitators
of change.

The Clarification Process

Most of us would agree that until we know the facts we are not en-
titled to an opinion. The feedback process deseribed above provides us
with the facts, in a stimulating and supportive climate. Change should be
forthcoming under these conditions, However, there is still a concern
for the direction of the change.

1t should be clear from the basic premise stated earlier and the proc-
esses :lready described that the direction for change, the value element
in change, must come from the teacher and not be imposed by leader-
ship personnel. Nevertheless, this does not mean that concern for values

*See, op. cit. for further details.

¢ Grace Lund and Virgil E. Herrick. “Using Learning Episodes in Teacher
Eldtzlmtion.” Unpublished manuscript. School of Education, University of Wisconsin,
Madison,
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is abdicated by school officials. On the contrary, the concern for values is
in essence more imperative, though in a different way than before.

Providing teachers with alternatives and choices based on the feed-
back knowledge of their own teaching behavior does not insure automati-
cally that teachers will make reasonable and desirable decisions (from
their point of view) without a further condition—the systematic clarifi-
cation of values and stimulation of thinking by teachers.

Louis Raths? has elaborated this process clearly in relation to a
teacher’s work with children. This process would appear to have just as
much merit: for school leadership personnel working with staff.

Teachers are exposed to many conflicting patterns of teaching be-
havior. They have experienced the work of mawy teachers themselves;
they have been encouraged to behave in certain ways in teacher educa-
tion programs; and they, too, experience the pressures of parents, school
policies, peer groups and leadership personnel. These various forces do
not provide an integrated common value pattern. On the contrary, there
are wide divergencies within this total perspective. Under these condi-
tions it is quite doubtful that teachers possess a highly integrated pro-
fessional value system of their own. Rather, it is the responsibility of
principals, supervisors and other leaders to help teachers to develop their
values. One way to do this is by using the elarification process.

Signs exhibited by teachers with value problems may be observed
on all staffs. Some of the behaviors which can indicate this are:

1. Dull, apathetic teaching: Teachers who are not directed by ac-
cepted values may gradually grow apathetic and listless in their teaching
behavior.

2. Highly structured traditionalists: Lacking values of their own,
these teachers have grabbed the traditional system and structured their
behavior to conform to it. The direction of their behavior comes from
cutside themselves in the process of gaining the security of another’s
available value system.

3. Perennial dissenters: Therc are those teachers who dissent con-
tinuously. They disagree with everyone and everything. They never
vropose a value but they always are against the values of others. They
are “rebels without a cause.” They are dissenting from the imposition of
others’ values upon them, but they lack values of their own.

4. Hesitant and uncertain teachers: Some teachers never seem to

7TLouis Raths. “Sociological Xnowledge and Needed Curriculum Research.”
Rescarch Frontiers in the Study of Childrew's Learning, Madison: School of Tdu-
cation, University of Wisconsin.
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act with decision and precision. They are forever torn between this and
that, uncertain as to which direction to go and hesitant when they
tentatively commit themselves. It would seem that these teachers need
value development.

5. Role players in teaching: Not too occasionally one sees the
teacher who bases his teaching behavior principally on a role, a pose, so
to speak. He may be the buddy-type, or the humorous type, or the strict
type. Whatever his pose, it represents the security of a role-pose instead
of the development of a sound internal value system.

6. Highly inconsistent teachers: On again, off again, high and low,
these teachers show wide fluctuations in teaching behavior; moving from
one extreme to another. What values do they have to guide them?

These behavior patterns and others may indicate the need for pro-
fessional values to guide teacher change, and when they do, then the
clarification process is an important way to help this value growth.

The clarification process is foecused upon eliciting the expression of
the professional and personal beliefs, feelings, attitudes, interests, pur-
poses and aspirations of teachers. When these are expressed, the prinei-
pal or supervisor listens and the subsequent questioning attempts to
focus upon values involved. Any number of questions may be relevant,
but the essential of each is that they focus the teacher inward, and there
are questions that can only be answered by the teacher. Thus, there is
no standard answer (the question is not rhetorical) that can be judged
for adequacy. A clarifying question involves a non-judgmental proce-
dure.

You can repeat back what the teacher has said for him to hear; or
you can ask “is this what you mean?” or “what are your definitions of
terms?” You might ask the teacher to tell more about this idea, or
comment that you do not see where this leads, what the consequences
are. You might ask whether he believes all teachers should think this
way, or ask him for the assumptions underlying the statement.

In all events you attempt to stimulate a thoughtful, clarifying proce-
dure through the expressions of teachers. In the process of this intent
you might ask teachers to use the feedback facts to make comparisons
of two different occasions, or ask them to summarize a session, or clas-
sify their behaviors; to criticize what they see and analyze it; to imagine
how they could improve their teaching and to plan for change. You can
help them set up their own action research studies. All these approaches
provide ways of thinking with values or uses for clarified values.

In summary, the conditions for teacher change are predicated upon
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the basie premise of complexity of teaching, integrity of individual teach-
ers, and the integrativeness of the learning process. Given these premises
the process of change is best facilitated by:

1. Creating a positive and stimulating social setting for change

2. Developing positive and supporting interpersonal relations

3. Providing reality testing procedures

4. Developing rational thinking and valuing through the clarifica-
tion process.

This means a loosening of control in the change process which is not
only desirable, but which may well be socially realistic (see paper by
March, this volume). What it means, in essence, is the rational planning
of an environmental milieu within which change operates through a
process of freedom and personal choice.

i




An Interaction Model
Applied to Supervision

Robert D, Boyd

SUPERVISIOIV may be examined within the context of com-
munication. Meanings are given to behaviors. As a supervisor observes
and listens, he encodes and decodes what he perceives. In turn, he
delivers messages to the supervisee on the bases of his encoding and
decoding. The supervisec does likewise within his own frame of refer-
ence. Within the supervision situation, messages and interpretation of
messages flow and mingle at a tremendous rate in the strcam of inter-
action,

The analogy of a river serves our purposes in illustrating certain
problems oceurring in supervision as they may be examined within the
context of communication. One such problem occurs when either or both
the supervisor and supervisec become overly aware of a particular cur-
rent to the exclusion of the general direction of the river. For example,
cach sends and receives information about the function of autonomy in
teaching-learning situations. This topie is pursued to the exclusion of the
fostering of industry, the development of ego identity, and the encour-
agement of initiative. The narrowness of the direction and content of the
messages could not be realized unless the supervisor possessed a knowl-
edge wider than the particular current within the river. The need to have
knowledge of the basie structure of the river that is to be navigated
should be abundantly obvious.

Both supervisee and supervisor may, at times, get eaught up in the
oddies of emotional concerns and faulty cognitive structures. The analy-
«is of communieation by a knowledgeable supervisor would quickly iden-
tify the eddies and whirlpools. With knowledge, some could be avoided
and the remainder could be prevented from shipwrecking the whole enter-
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prise. Like a navigator, a supervisor out of the nature of the enterprise
has to know where he is going and has to have technical operational
knowledge of the means to get there.

Tools—and the Ends Sought

Tt is essential that this latter point be fully comprehended. A super-
visor must have a technical operational knowledge of the means by
which to achieve the objectives of the program. There are two aspects
to the concept of knowledge as it is employed here. One aspect is under-
standings; the other is the effective utilization of performance skills in
using some set of means. The importance of understandings, although
ignored by some psychologists, is assumed here to be basic to a func-
tional cducation. But understandings do not provide by themselves the
power to build. Tools and the skills to use them are the necessary com-
plements to understandings. The progress that man has made rests both
upon the understandings that have been developed to explain what men
have perceived and imagined and upon tool-making that Las extended
the reach and power of our own innate feeble tool capacity. Botb, in
complement, make it possible for us to walk out among the stars.

Educators are and should be among the great tool users. The concept
tool, as I use the term here, means a conceptual device which, to the
extunt that the user understands the purposes and structures of the de-
vice, and to the extent that he possesses the skills essential to use the
device, provides the user a means to analyze or synthesize a set of events
unique to the deviece. Conecptual tools have heen categorized as para-
digms, models, theories, methods, techniques, ete. In the ficld of educa-
tion there are many examples: the taxonomies of objectives, Guilford’s
three faces of intelligenee, Test-Operate-Test-Ioxit, Developmental Tasks,
and others.

To have a conversant level of knowledge about a set of conceptual
tools in the areas of curriculum, instruction and learning, is not adequate
for qualifying & professional educator. Tools are designed to do work and
they can only be put to work effeetively and efficiently by those who are
gkilled in their use. To dismiss the need for the development of skills in
the application of conceptual tools on the basis that most tools are erude
and inadequate, is analogous to throwing away a flint-stone because it
is not a match. It can be readily appreciated that much work needs to
be done in improving the tools we have and in producing teols in those
areas where there are none. These latter observations are not the issue.
Rather, the issue is that the education of educators does not demand
and diseipline for the intelligent and skillful application, analysis, syn-
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thesis and evaluation of conceptual tools employed in the areas of cur-
riculum, instruction and learning.

The educational psychologist is and should be deeply involved with
this issue. The function of educational psychology in large part is to
develop and test conceptual tools in the areas of human development
and adaptation. Tools by which to conceptualize learning, motivation,
perception, instruction, communication, etc., are what he seeks in order
that he may subsequently be able to explain human behavior in educa-
tional situations.

The choice of a set of tools and the ends which are sought through
the application of the chosen set of tools are issues in the domain of
valuation. The identifying, defining and defending of a valuation sys-
tem are basic and crucial to intelligent and consistent decision making,
If we, as educators, conceive the learner to be passive and receptive, we
would select one set of tools. If we conceive the learner to be active and
adaptive, we would select another set of tools. Every conceptual tool
that educational psychologists invent rests on a set of assumptions about
learning, the nature of the human being, and the nature of the human
enterprise. The conceptual tool that I am going to describe and discuss
has been built on a set of valuation assumptions.

A primary role of the educational psychologist is to work toward
the elimination of valuation assumptions in education through accepted
procedures of scientific inquiry. In doing their work the educational psy-
chologists have on several occasions developed conceptual tools which
greatly aid teachers in carrying out educative processes. In this sense the
educational psychologist may be categorized as a toolmaker.

Let us now examine a conceptual tool that should have significant
meaning and application in the field of supervision. The utility of any
instrument in the final phase rests on the conceptual flexibility and initia-
tive of those who are to use the instrument. Rockets, known to the Chi-
nese for hundreds of years, remained for them simply artifacts of ritual
symbolism.

Three Channels of Communication

Here then, is a conceptual tool in a form of a model which uncovers
for us the dynamic interdependent variables in communication. I have
called it the three-channel system.

As I have observed groups and have listened to and restudied the
transeriptions of group interactions, I have become very much aware of
two constituents to interaction. One constituent is the symbolic patterns,
the other is the content conveyed through the symbolic patterns. Sym-
bolic patterns are gestures and linguistic structures. The raised eyebrow
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or the shrug of the shoulders are examples of gestures. Examples of lin-
guistic structures are questions, exclamations, assertions. I refer to
linguistic structures as utterances.

An utterance may not only be classified by type of linguistic struc-
ture but also by content. The term content includes more than subject
matier or information on a particular subject. Content of an utterance
also imcludes & motivational and a delivery component as well as a sub-
ject matter component. I shall attempt in the following sections of this
paper to make clear what is meant by the three components. These three
components are viewed in their dynamic phase as the three channels of
communication. (See Figure 1.)

— Motivation e
Types of \ _____ Delivery «—— { Types of
Utterances Utterances
— Knowledge e
Receives Receives
and and
Sends Sends

Figure 1. The Three Dimensions of Communication

Motivationa! Channel

One function of language is in the service of basic concerns. Basic
concerns may be conceptualized in any one of a number of motivation
and personality theories. The theory of ego crises, for several reasons,
appears to be a most productive theoretical framework and it is that
theory which is employed in the present study. Thus, the motivational
aspect of an utterance is identified according to the particular ego ecrisis
which is being expressed. For example, a question, in an interaction se-
quence, that is seeking the structuring of authority may be defined as
having as its motivational component the ego crisis of autonomy.*

An examination of one’s own experiences in an interpersonal inter-

1 Tt should not be inferred from this sole, isolated analysis that the individual
contributing the particular utterance has the erisis of autonomy as a central con-
cern. The only relevant point that can be made at this juncture of the analysis is
that the particular utterance is expressing the ego crisis or concern for autonomy
as its motivational content.

e ren o = _

v ameax o ne 2




Interaction Model in Supervision 15

action sequence may prove to be constructive at this point. As one
listens to (and watches) a person talking, he may begin to perceive
certain concerns which are being expressed. The concerns may appear
openly in the surface flow of his conversation or discussion. The concerns
may appear just as frequently in less open vision, coming to the surface
with this word or that gesture.

The person may be telling him about his work-a-day experiences
and running through his accounts are consistent thrzads of perceived
mistrust of his fellow workers. Such concerns openly dispiayed or
masked behind words and gestures are perceived as the motivational
content of the utterance.

Elsewhere (3; 4) the author has presented the reasons and rationale
for selecting ego psychology conceptualizations of motivation, specifically
in the work of Erik Erikson (5; 6). Briefly, the argument may be pre-
sented in the following terms. Basic motivation may be defined as the
desire to overcome and the expression of resolving an irritability arising
in the physio-psycho-social fields of interaction of an organism. So de-
fined, motivation caanot be studied directly. Only the behavioral
manifestations of the inner processes involved in the handling of the
irritabilities may be observed and studied. Unfortunately there is no
justification to assume that the many facets of the total confrontation
between the adaptive forces and agencies and the irritabilities come to
the level of observable overt behavior. Clinical evidence has demonstrated
that such total observation and even awareness are not readily perceived
or obtained.

It is at this point that we must clearly realize the point alluded to
earlier that since irritabilities are expressed in physio-psycho-social
fields, the meanings that the irritabilities come to have transcend intra-
interpretations, and require inter-interpretations between the organism
and its environment. Here the concept ego provides the bridge uniting,
through “meaning,” the inner life of the individual and its dynamic
involvements with its environments (7). In brief, our argument is that
motivation may be studied by observing the problems the ego is working
on and by categorizing these problems into a life-cpan, physio-psycho-
social personality system.

The most elaborate and operational statemeni of ego development
has been given by Erik Erikson in a series of clear and brilliant writings.
In these writings, Erikson has presented a new theory of personaliiy
development which extends Freud’s theory of psychosexual development
of the libido into the sphere of ego processes. The ego is scen as a devel-
oping part of personality in its own right. Ego development is assumed
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to take place in a systematic fashion in combination with libido develop-
mental processes and general motivation processes. Erikson divided ego
development into eight stages. He postulated that each stage is focal to
a certain chronological period of life, and that at each of these periods
the ego faces a central problem or crisis. Havighurst (9) has developed
a similar rationale under the rubric “developmental tasks.”

Figure 2 is an epigenetic diagram of the eight ego crises. The figure
is to be read from the top left corner diagonally to the bottom right
corner. Each diagonal cell should be connected and read with the cor-
responding age period which appears at the left margin of the figure. For
example, the ego-stage, autonomy vs shame and doubt, is connected to
and read with the muscular-anal chronological period.

1 2 3 4 5 6

Trust
| Oral- vs.
Sensory | Mistrust

Autonomy|

Il Muscular- Shv:rhe
Anal Doubt

Il Locomotor- Initiative
Genital Vs,
Guilt

Industry
IV Latency

vs. -
Inferiority

nt
V Puberty and Identity
Adolescence Role
Diffusion

VI Young Intimacy
Adulthood

vs.
Isolation

Genera-~
Vil Adulthood tivity

vs.
Stagnation

Integrity
vs

Disgust
Despair

Vil Maturity

Figure 2. The Eight Stages of Man
(After Erikson, 1950.)

It is beyond the scope of this paper to explain fully Erikson’s con-
tributions to the theory of ego-stage development. However, it may be
of some heln to present a brief explanation of one ego-stage in order
that the reader may grasp the nature of the particular conceptual
framework.
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The first stage, trust vs. mistrust, is identified by Erikson as the
“oral-respiratory-sensory stage” (6: 166). This is the physiological
aspect in the physio-psycho-social triad that the ego must handle. Erikson
goes on to state that trust is established initially by:

. . . consistency, continuity, and a sameness of experience (which) provide a
rudimentary sense of ego identity which depends, I think, on the recognition that
there is an inner population of remembered and anticipated sensations and images
which are firmly correlated with the outer population of familiar and predictable
things and people (5:219).

Here he expresses the psycho-social aspeets of ego development.
Having a knowledge at the analysis and synthesis level of this
particular conceptual framework should provide a means by which to
categorize the motivational aspect of utterances. The examples which
follow may illustrate the procedures.
A student teacher speaking to a supervisor may say:

1. “It’s a lot of fun to start projects with the children.” Here is posi-
tive initiative.

2. “Some children don’t seem to like me, at least they never secm to
want to be openly friendly toward me.” Here is the ego erisis of intimacy.
One should also be aware of concern in the erisis of basic trust.

3. “Teaching has a lot of satisfaction for me but I still don’t know
whether it is for me.”

The erisis of role identity is foremost in this utterance. It is essential
to listen most carefully, for the primary concern may lie elsewhere.
There may be concern in crisis of industry or in basic trust. Listening
carefully and asking questions should help to reveal where the weight
of the problem lies.

Delivery Channel

Another of the three content components of an utterance is delivery.
An utterance may be spoken, or delivered in a wide variety of manners.
For example, the word “no” may be spoken sternly, questioningly,
laughingly, firmly or mildly. One commonly may hear an individual
remark: “It is not so much what he says that irritates me, but the way
in which he says it.” Another similar remark that may be heard during
a break session of a group is: “There is something in John’s manner that
just rubs me the wrong way.” Style of delivery has long been a concern
of students of speech.
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Novelists go to great length to deseribe their characters in terms
of delivery styles and the meanings that are attached to these behaviors.

. . . the Italian’s face changed instantly and assumed the look of offensive, af-
fected sweetness, which was evidently its habitual expression in conversation with
women.?

... Sonya gave him an intensely furious look, and, hardly able to restrain her
tears, though there was still a constrained smile on her lips, she got up and went
out of the room. All Nikolay’s animation was gone.®

Delivery styles pertray meanings. It is the scientist’s responsibility
to develop a system of categories that does as little violence as possible
to the meanings of behavior. The simpler the system of categories the
more immediately usable these categories may be. Many researchers
have struggled with the problem of categorizing behavior. Among them,
the works of Bion and of Thelen with his associates appeared to be ideally
suited to the needs of the present research. The material which follows
draws heavily on their works.

There are two content aspects in delivery style, work and emotion-
ality. Work aspects of group operations have been defined as, “the
consciously determined, deliberate, reality-bound, goal-seeking aspeets
of the group’s activities” (10: 13). There are four types of work (10):

Level 1. This level of work is personally need-oriented.

One-level statements are triggered off by what is happening in the group but
they are expressions of personal need and are not group-oriented. Energy is bound
up with the internal situation of the individual rather than with the interactive
situation (11: 28).

Level 2. This level of work involves setting up the structure within
which they may work on the task. Behaviors included in this level may
involve attempting to define the task, taking care of the housekeeping
needs and details, searching for and clarifying means and plans by
which to achieve the completion of the task.

Level 3. This level of work is “ . . group-focused work which
usually has some new ingredient. It tends to be recognizable as active
problem solving” (11: 29).

Behaviors included in this category are: indications of thought-in-
process leading to understanding, introspection, reasoning, reckoning,
musing, cogitating, spelling out relations, cause and effect, exploring,
testing, categorizing, ete.

Level 4. This level of work is ereative, insightful and interpretive.

2 Leo Tolstoy. War and Peuce,
3 Ibid.
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Four-level work usually involves an appropriate (i, the group is ready for
it) and insightful interpretation which brings together for the group a whole series
of experiences and infuses meaning into them, and at the same time has immedi-
ate relevance to present problems (11: 29).

The emotionality aspects of group operation have been defined as
. non-purposive, ‘instinctual, and not under conscious control”
(10: 13). There are six types of emotionalities or emotional states:*

[

Fight statements express hostility and aggression. Behaviors in-
cluded within this category are: attacking, rebuking, punishing, blocking,
dividing (the group), warning, threatening, expressing hostile resistance,
self-aggrandizing (at the expense of others), scapegoating, ridiculing,
criticizing, opposing, disagreeing, rejecting, disapproving, ete.

Flight statements express avoidance and withdrawal. Behaviors
included within this category are: making or engaging in light humor,
over-intellectualizing, dealing with trivia, giving off-the-point comments,
overgeneralizing, manifesting impatience (to leave and move on), un-
attending, mumbling, non-responding, ete.

Pairing statements express warmth, intimacy and supportiveness.
Behaviors included in this category are: friendliness, unusual responsive-
ness, side remarks to another, expressions of commendation, enthusiasm
to a member or to the group as a whole, demonstrations of affection,
love and sexuality, encouraging others, rewarding, approving, reassuring,
bolstering, admiring, adoring, sharing, supplying, showing compassion
and tenderness, mediating, conciliating, moderating, cooperating, etc.

Counter-pairing statements express desire for formality, aloofness,
noninvolvement on the interpersonal level. Behaviors included in this
category are: seeking or maintaining interpersonal detachment, resist-
ance to casualness in groups, non-affectionate, formal, withholding love
or friendship, impassive, rigid and cool in friendship situations, un-
approachable, impersonal, distant, reserved, works against friendship
groups (on the basis that this destroys the group as a whole), ete.

Dependence statements express reliance on some person or thing
(an agency, suthority, ctc.) external to the membership. Behaviors
included in this category are: appeals for support or direction from the
leader, looking for leader approval, undue attention to the leader,
expressing reliance on outside authorities, expressing reliance on struc-
ture, procedure or tradition, expressing group weakness and fear of

4 For a detailed development of this material see: Dorothy Stock and Herbert
A. Thelen. Emotional Dynamics and Group Culture. Washington, D.C.: National
Training Laboratories, 1958.
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trying things, has misgivings, expresses doubt in a manner that seeks
support from the leader, seeks permission from leader, seeks aid and
advice from leader, authority or tradition, ete.

Counter-dependency statemerts express a concern over threat to
personal sutonomy. The basic dynamic is that the individual has power-
ful needs for dependency but he over-denies their existence. Behaviors
included in this category are: strong displays of independence, insistence
on the rights of individuals, questioning of leader’s authority, tradition
and authorities, overly self-assertive, dramatizes problems of status and
authority, self-exalting, interrupting leaders, ridiculing and undermining
leadership, procedures and traditions, ete.

These six emotional states or emotionalities operate at the inter-
personal contact level. They are modes by which an individual relates
to another individual, subgroup, or the group as a whole. They are the
delivery styles an individual may use to communicate his concerns and
his knowledge. An inspection of the categories readily reveals the
approach-avoidance polarity. There are three modes of approach: fight,
pairing and dependency. There are three modes of avoidance: flight,
counter-pairing, and counter-dependency.

Again, examples may be employed to illustrate this system of
categorizing behaviors.

A student teacher may say to his supervisor in the course of a
conference:

1. “Yes, I think you are right, I did move in tov quickly.” Here
is & pairing statement and as far as we are able to categorize from an
isolated statement a Level 3 work statement.

2. “T think we should take my lesson plan up first, don’t you?”
This would appear to be a dependency statement and Level 2 work.

Tt should be obvious that to isolate an interaction utterance makes
the coding of the particular interaction utterance difficult. In most
instances coding an utterance depends on the context and previous
utterances.

Information Channel

There are coding systems in existence which are designed to
categorize interactions which oceur in small groups. These existing
systems in one way or another do not meet the demands of the proposed
interaction model. Some systems are only concerned with certain aspects
of the information channel (8: 12). The system developed by Bales (1)
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and later the work of Borgatta (2) do treat directly the communication
flow of small interaction groups. Their systems, however, combine the
social-emotional categories within the same system as the work cate-
gories. The present proposed interaction model attempts to separate
these two dimensions on the bagis that the social-emotional and the
informational subject matters of an interacting group occur simul-
taneously. This cannot be tested either in Bales’ or Borgatta’s system.

There is a serious omission in Bales’ coding system which can be
noted also in the other interaction coding systems. It is the failure of
the system to code the target's reaction to the initiator’s act unless it
is directly and openly expressed. It is possible to observe readily the
target’s acceptance of an initiator’s act when, for instance, he augments
the initiator's contribution. The target may not give any codeable act
showing agreement, but it is clearly evident that the agreement is
embedded in the target’s contribution to the initiator’s act.

It should also be pointed out that recognizing the agreement tells
us very little. It is when we examine the agreement which occurs on the
information channel along with the simultaneous codings on the delivery
and motivation channels that we may be able to form a tefensible
explanation for the particular patterns of behavior. For example, it may
be found that agreement between two individuals occurs when the
initiator gives pairing behaviors.

% is evident from the agreement that if a coding system is designed
to categorize interactions, then it is necessary for such a system to
report at some level the interaction nature of the acts. It is not sufficient
to report the sequence of acts using categories that treat each act as a
completely separate entity. The nature of the entity may be determined
from context, as is true in Bales’ system, but the coding does not directly
report the sequential relation of one act to another. It seems only logical
in the study of interaction in small groups that the nature of the
sequential relations should be categorized whenever possible.

No Conflict Con#ict
Has
possession (1)1 @
2 4
Does nhot @ )
have possession

The reception of information has two dimensions. Onc dimension
p
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may be designated as the possession of information dimension. The
other may be designated as the conflictual dimension of inforaation. A
simple grid diagrams the interrelations of these two dimensions.

A single piece of information may be categorized to one of the four
cells. One has or does not have a particular picce of information which is
being communicated. The particular piece of information is regarded as
not being in conflict with any other piece of information or it is
regarded as being in conflict. We act differently according to the cell to
which the information has been classified. The types of aets coded to
each of the four cells of the matrix may be briefly identified as follows:
(a) The information is perceived as Type 1, the target (the individual
receiving the information) agrees and/or supports the initiator’s con-
tribution. (b) The informaiion is perceived as Type 2, the target may
aceept the contribution or he may seek more information. His behavior
is not rejection or fault finding but a withheld judgment until sufficient
additional information is provided. (¢) The information is perccived as
Type 3, the target will reject the information. (d) The information is
perceived as Type 4, the target will question the contribution with the
intent of finding some defect in the information.

Only overt responses of the target to an initiator’s acts are coded.

There is the cognitive aspect of information. It includes the
knowledge of speeifies, of ways and means, and of universals.® These
three aspects which may be employed to categorize information are
combined with the reception dimension to form a three dimensional
matrix as shown below.

Universals / (U) / (U) /
Ways and Means / (W) / W) 7

Specifics (S) / (S)
Have (1) (3)
Do not have (2 (4)

No Conflict  Conflict
Tigure 4. Schiema Showing Basie Information Categories

5 The material in this section is largely based on the work of the committee
that produced the volume: Benjamin 8. Bloom and D. R. Krathwohl, Taxonomy of
Educational Objectives. Cognitive Domain. New York. David McKay Co., Inc.
1056.
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There is yet one further type of information which is communicated.
This type can collectively be referred to as the evaluative aspect. A
comment may be specifically a statement of fact without any perceiv-
able evaluative connotations. It is equally possible to transmit an
evaluative comment in the form of a statement of fact. The context of
o situation and the inflections of voice and mannerism communicate the
former message while the flat words communicate the second message.
This realization modifies the matrix by building into it the evaluative
domain. This is achieved by placing it as a core within the matrix as
shown in Figure 5.

Universals / ) / )

—4

Ways and Means / w) / W)
Specifics (S) (S)
Have (1) (3)
Do not have 2) ,44)

~
Evaluative connotations

Figure 5. Schema Showing Dasic Information
Categories and Evaluative Comnotations

The shaded area represents the evaluative domain. It runs through
all cells. Thus, it is possible to classify a statement as IUE (have, not
in conflict, universal evaluative).

Statements which do not pertain to the subject matter content of
the group’s agenda are coded as irrelevant.

In summary, I have covered a great deal of material in my paper.
Many issues and points of clarifieation have heen unavoidably, hastily
glossed over, This was necessary in order that the model in its entirety
could be presented.

I am actively testing the model in two projeets now under way.
One study is investigating the decision-making processes of teaching
teams. The other is examining the interpersonal dynamics of leaderless
groups in adult education. Hopefully, data from these studies will either
support the interaction model presented here, or suggest ways in which
it should be modified.
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Effects of Supervisor’'s Knowledge of
Student Teacher Personality Evaluations’

Thornas A. Ringness

THE problem we shall be concerned with in this paper is
simply this: “If a supervisor of student teachers krows at the beginning
of the semester something of the personality characteristics of his
charges, is he therefore more able to help them than if he did not have
this information?”’

This is essentially a question as to whether the supervisor is clearer
than he otherwise would be concerning the reasons for certain behaviors
of his student teachers, and is therefore clearer as to how to reinforce
their desirable acts or to change their behaviors which he feels should be
changed. But there are a number of other questions which enter into
this deceptively simple postulation.

For example, there is always the problem of whether “personality
information” relayed to the supervisor is accurate, germane and com-
prehensive. That is, is the supervisor told useful things about his student
teachers? A second question is whether “personality information’” is at
all predictive of teaching behavior. A third question is whether the
supervisor is in a position to change anything about the student teacher.
A fourth question is concerned with ways of bringing about desired
changes. And fifth and sixth questions are raised concerning the nature
of behavior desired by the supervisor, whether it should be required of
the student teacher; and seventh, how can one tell what changes have
occurred. Questions such as these pose no end of research, as well as
practical problems, as we shall see.

This paper will be divided into the areas of the rationale and some

1Based in part upon Project S-035, Office of Education, U.S. Department of
Health, Education, and Welfare.
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26 The Supervisor: Agent for Change in Teaching

theoretical considerations behind our study ; we will present some data and
some examples; and then will discuss the problems of working in this
area and a few implications for future procedures. I shall primarily refer
to a study done by Eleanore A. Larson, now at the University of
Rochester, and myself, with senior students and supervisors of an
elementary teacher training program at the University of Wisconsin
during the academic year 1964-65.

Rationale

My position, in regard to personality theory, is much like that of
Gordon Allport, in that I can see advantages in many points of view. I
suppose I lean most closely to what some have called a transactional
approach between the individual ard his environment. Let us see how
this works out:

It is self-evident that one’s personality enters into the development
of behavior patterns in a number of ways. This is another way of saying
that, unlike the reflexes and instincts of lower animals, human behavior
is not a simple connection between stimulus and response, but that
mediational processes are important. Among those processes are factors
in perception, motivation, attitudes toward self and others, emotional
adjustment, orior learning, state of health, intellectual aptitude, and so
on. Thus what one attends to in the environment, how he interprets
what he senses, his choices of behavioral response, his goals, and even
what he perceives as positive or negative reinforcements for his behavior
are directly related to various personality characteristics.

Yet these very factors which I have mentioaed are, for the most
part, learned, and learned over a period of time, the most important
part of which may be the early developmental years. At least in the
beginning, one’s behaviors ¢ ne about because they are environmentally
reinforced or not; later, reinforcement may be internal, in terms of one’s
goals, value systems, and expectations of self.

I trust this has not seemed peripheral to the reader. This point of
view is central to our study, because it suggests that personality charac-
teristics, although highly stable, can be changed; further, they can be
changed by others. This is the only justification for making a study in
which we are concerned with whether various people know the personality
characteristics of others.

Now, the literature supplies a large bibliography of research studies
concerning personality characteristics of teachers. Many studies have
been devoted to trying to predict good teachers on the basis of their
possession of certain personality attributes. Others have been concerned
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with comparing personality traits of teachers with those of other
selected groups, presumably to see whether teachers are “a race apart.”
I£ you are familiar with Gage, Handbook of Research on Teaching,? you
may sometime wish to refer to Getzels and J ackson’s chapter for a fine
résumé of much of this literature. Almost all existing clinical tests and
instruments have been employed with teachers, to the point where the
authors suggest that it almost seems that when a new test comes along,
somebody automatically says, “Let’s try it on teachers.”

Unfortunately, despite a great amount of research effort, little fruit
has been borne. Getzels and Jackson tell us that:

. .. many of the studies so far have not produced significant results. Many
others have produced only pedestrian findings. For example, it is said after the
usual inventory tabulation that good teachers are friendly, cheerful, sympathetic,
and morally virtuous rather than cruel, depressed, unsympathetic, and morally
depraved. But when this has been said, not very much that is especially useful has
been revealed.?

Then they comment extensively upon problems of doing research
relating teacher personality to effective teaching behavior, and conclude
that too many studies have simply been a relatively blind hunt for
characteristics that differentiate good from poor teachers. What is
needed, they feel, is theory of how personality characteristics may be
related to teaching success. Thus, when studies are based upon the
postulation of relationships between characteristics and effectiveness, it
may be possible to get some useful answers. Empiricism, per se, has not
been very helpful.

Before we look at the design of our study, I would like to mention
briefly the problem of criterion variables, since this has been a rock
upon which many research ships have foundered. Those readers who
are faced with the daily problem of evaluating teachers know only too
well that it is difficult to describe the excellent teacher (although almost
any child or parent is adept at describing the poorer ones). But any
criterion of teaching success is based upon value judgments.

Teaching

It would be possible at this point to get into an involved discussion.
I shall bypass the literature (the reader can find it in Barr, Ryans, Gage,

2N. L. Gage, editor. Handbook of Research on Teaching. Chicago: Rand
McNally & Company, 1963.

3J. W. Getzels and P. W. Jackson. “The Teacher’s Personality and Characteris-
tics.” Handbook of Research on Teaching. N. L. Gage, editor. Chicago: Rand
McNally & Company, 1963. p. 574.
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and other sources) by simply taking the position that we have taken.
We were primarily interested in the nature of teacher-pupil interaction.
To attempt to assess this view, we employed the instrument developed
by Flanders and Amidon.

We started with the premise that effective modern teaching goes
far beyond helping the pupil attain subject matter skills and content.
There must also be significant changes in pupils, in motives, attitudes,
social perceptions and skills, and in orientations toward themselves and
others. Excellent teachers seek to help pupils to gain independence, -
acceptance of responsibility, and to encourage self-actualization. They
try to encourage divergent as well as convergent thinking, and hope
that children will learn to solve personal and social, as well as academic
problems. They also hope children will learn to be creative, evaluative, »
critical in thinking, and selective.

We felt that too much teaching may be oriented toward supplying
information to pupils, and too little to helping children learn t¢ formu-
late problems, pick and choose from information, and find ways to
apply it. We felt that too frequently children are encouraged to be quite
blindly conforming, and to follow teacher directions too assiduously,
hence to become too dependent upon the teacher. I can document that
this does take place at the junior high school level, since two recently
completed studies showed that bright boys feel that the characterization
of the model pupil favored by most teachers is one of docility and con-
formity, rather than of intellectual liveliness, stimulation, questioning,
and independent thinking. The boys tended to feel that the teachers
resented the pupil who dared to question, disagree, or “think differently.”
(These studies, by the way, also suggest that many pupils resist this
norm, and that this is one reason for disciplinary problems, under-
achievement, and school dropouts.)

To teach in ways that favor pupil’s self-development would seem
to require teachers who are pupil-oriented. Frequently this may mean .
indirect control, in Amidon’s terminology. (This does not invariably
follow, of course, for the kind of control demanded must depend upon
the purposes of the lesson and the nature of the classroom situation.
However, the pupil-oriented teacher must provide ways for pupils to .
think and act independently, to be divergent as well as convergent, and
to be creative.) The attitude and subsequent teacher behaviors, we felt,
should be those of helping pupils foster their own problem solving and
other skills. The activities should be largely those of the pupil, rather
than the teacher. In a word, teachers may not only be too dominating
in the classroom, and too directive, but they may do too mueh of the
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work and accept too much of the responsibility for what the pupil learns.

The aim in helping student teachers was therefore that of helping
them become as pupil-oriented as consonant with teacher responsibilities.
We hoped they would accept this as their goal, and that supervisors
would also feel this way.

Personality Attributes

Let us look at the teachers’ characteristics. What motives, needs,
personality traits, or other qualities must the teacher have, if he is to
be truly pupil-oriented? How will these underlying qualities be manifest
in teaching behavior?

Wallen and Travers, in Gage’s Handbook of Research on Teaching,
looked at patterns of teaching generated by the teacher’s own needs or
motives. They noted, for example, that the lecture method of teaching
holds sway in many classrooms, not because it is based on scientific
knowledge of learning principles, but perhaps because some teachers
have a “need to talk” in the classroom, hence rationalize their use of
lecturing. Although this is probably an oversimplification, they suggest
that some teachers talk because it is a way of controlling pupils, or
because it is a means of achieving recognition, or perhaps because some
teachers are compulsive about imparting information.

Similarly, we might feel that authoritarian teachers may have a
need and a tendency to dominate others. They may need to demonstrate
authority because of basic insecurity. Teachers with exhibitionistic
tendencies might demonstrate this in the classroom by flamboyant
behavior, attempting to entertain pupils by putting on a show. Teachers
with strong unmet affectional needs might lean on pupils for such affec-
tion, having pets, being permissive, expressing undue interest in pupils’
private lives, or keeping them too close to the teacher.

If we accept that underlying needs or motives do govern behavior,
it would seem to be important to have some idea of the nature of such
needs or motives in order that supervisors can interpret the teaching
behavior they observe. It is well known, of course, that a given overt
behavior can signify different things depending upon motives; equally,
a given motive can result :u different kinds of behavior. I suppose I am
really referring to the need for a supervisor to employ Ojemann’s
“causal approach” in supervision, just as he asks the teacher to employ
it in regard to children.

I must introduce one other point; then we will move to a briefing
on the design of our study. Rogers has remarked that teachers and
therapists are alike in that both must be congruent, acecepting, and

P



30 The Supervisor: Agent for Change in Teaching

interested in knowing as much as possible about client or pupil. The
concept of congruence means that the teacher must be himself: he must
reflect his true feelings and attitudes in the classroom. He must be aware
of and able to accept his feelings and emotions. The teacher therefore
cannot play a role. This would be sensed by pupils, and a falseness and
distrust in teacher-pupil relations would result.

We can now see a rationale for attempting to deal with personality
attributes of the student teacher. Not only will the supervisor be pre-
sumably more able to govern behavior desirably, since he is dealing not
with specifiecs but with underlying causal generalities, but he must find
ways to help the student teacher be aware of his own characteristics. The
student must become aware of his own shortcomings; being aware, he
can find ways to overcome them. Equally, a teacher should be aware of
his desirable characteristics; in this event, he may capitalize upon them.
Thus the insecure teacher car be helped to find ways to become secure.
The dominant teacher can be helped to see the dangers of overdominance
of pupils, and be on guard against this tendency.

My experience with supervisors leads me to believe that many of
them do not deal with, or even have much understanding of, the per-
sonalities of student teachers. Their time is too frequently spent in mak-
ing suggestions about specific tescher behaviors, subject content, or
teaching methodology.

Design of the Study

The study conducted by Dr. Larson and myself tuok place at the
University of Wisconsin, covering both semesters of the academic year
1964-65. During the first semester, 32 elementary education student
teachers and four supervisors were studied; during the second semester
there were 46 student teachers and four supervisors (of which there were
three repeating and one new supervisor).

Finding almost no controlled experiments in the literature dealing
with student teachers and supervision, we decided to attempt suca a
study. Needless to say, full control in the laboratory sense is almost im-
possible in the field situation. Accordingly we employed randomization
of subjects in an attempt to minimize the effects of uncontrollable
factors.

Student teachers were randomly assigned in equal numbers to each
supervisor. They were then also assigned randomly into one of three
treatment conditions, as we shall see.

All students were given the same initial treatment. They were asked
to respond to the Edwards Personal Preference Schedule (EPPS), the
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California Psychological Inventory (CPI), ten Thematic Apperception
Test (TAT) cards, and were interviewed by a psycholcgist. Basing his
impressions upon these data, the psychologist then prepared thumbnail
sketches of the student teachers, in which their salient characteristics
were mentioned. An attempt was made to predict areas of the teaching
proce: s in which they might have success or which might pose problems.
Suggestions as to how treatment might be instituted were also provided.

The control group received no feedback concerning their thumbnail
sketches until the end of the scmester, after student teaching had been
completed. Since they repeatedly heard experimental groups discuss their
experiences, one can imagine that they awaited their own interpretations
with considerable anticipation. Because these girls were essentially high
calibre persons, interpretations tended to be somewhat flattering and the
interpretation session received by the experimental groups got to be
known as a “fun session.” I guess there was also considerable specula-
tion, and even a little betting concerning what would be told to ther.
later.

Experimental Group One (E-1) consisted of student teachers who
received immediate feedback and counseling concerning findings, and
whose University supervisors (with student permission) also received
this same information.

Experimental Grouj, Two (E-2) consisted of student teachers who
received immediate feedback, but whose supervisors were not given in-
formation.

The thought was that supervisors would work in a different way
with students about whom they had information. It was also the notion
that students who had information but whose supervisors had not, would
be more able to help themselves than the control group, always assuming
that they accepted the sketches as being accurate and realistie.

Before discussing other procedures, I will introduce three thumbnail
sketehes that were developed, to show the reader something of the infor-
mation we provided:

Nancy

Naney was seen as seeure, well-integrated, a Jeader or good follower type. She
is sociable and has a good feeling for and understanding of people. She is flexible,
probably very creative, stimulating, and spontancous. She is quite independent,
and may not always conform. Naney is academically competitive, enthusad, and
forceful. We might describe her as self-actualizing. Naney mentions a possible
M. in Guidanee or School Psychology. She would be exeellent, sinee she ean
relate well to children and otners, and is aceepting, intuitive and understanding,.
Qhe will make an excellent, creative teacher, and will probably be pupil-centered.
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Vet she will maintain control and efficient direction of the classroom activities, She
is strong enough to prevent discipline problems, but will be free and flexible. She
needs only to be challenged and given opportunity to act “on her own.” Nancy
should be one of our best student-teachers.

To indicate whether we were accurate in making this appraisal, I
offer these subsequent comments by her supervisor:

Naney is one of my three top students. I thought this before, and I still do.
She’s exciting to see. The way she can implement the ideas of the kids right on the
spot in a part of the lesson without losing the direction of the lesson at all is
amazing. She wraps it all up, uses it, and capitalizes upon what they come up with
in ways I haven't seen people with lots of experience do. The kids are free to chal-
lenge Lier, but there is respect, order and control. They are taking lots of respon-
sibility for what goes on; they do a lot of the planning; there is much interaction
among the pupils, using one another’s ideas, using teacher ideas, and so on. There’s
a lot of this intercommunication—it’s outstanding. And she knows the children.
She showed me a picture of the class and went right down the line telling me, “We
have this kind of situation in the home, this child we have tried to treat in this
way, but this kid, it doesn’t work so well with him so we do that instead,” and so
on. She knows these children well, and can use her knowledge right on the spot.
It’s unusual for a student-teacher.

But that was a “top” girl. Maybe we did not dn as well with some
of the others. For example, let us look at Sharon:

Sharon

Sharon has high needs for achievement, order and succorance. She likes the
support of others, and seems a bit insecure. She has a high need to achieve, but
is & bit wary, defensive, and may not have close relationships with others. She is
low in acceptance of responsibility, in dominance, affiliation and nurturance. She
may be a reasonably “standard” teacher, but she may not nay suflicient attention
to pupil needs and may find it hard to form good relationships with them. She
will probably he somewhat overstruetured, a bit rigid, too closely planned. We
need to help her pay more attention to the pupils, and less to herself. Can we
help her loosen up?

Sharon’s supervisor remarked:

I saw Sharon’s arithmetic class. The whole class got a bad grade and she
blamed the whole class for it. She said the whole class failed and, “Well, this was
all fourth grade arithmetic and it’s all their fault,” and so on. Well, it was review.
Perhaps it might be & good idea to ask them what they had wrong and put it on
the hoard and diseuss it? She thought perhaps it might be right. T have diseussed
with her since I first came out such things as the idea that you do not give kids
isolated vocabulary words for reading and just put them on the hoard. But every
time I'm out there, they're still on the hoard—isolated—and I've given up on that.
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I once said to Sharon, “I feel you are somewhat rigid with these children. Why?”
She smiled and said, “That’s a hard one to answer. I suppose this is the way it’s
set up, maybe; this is the school atmosphere, and this is why.” I said “Do you
think your own classroom will be different?” She thought it would be. I dor’t look
for any change, but ai least she does recognize that I feel she is rigid in her
teaching.

And one more, Judy:

Judy

Judy was seen as restless, frustrated, and unable to control aggressive feel-
ings. She does not relate well to others, and shows negative feeling tone. She re-
sents pressure to conform, and has some unusual interests and ideas. She would
like to be praised, but is essentially pagsive, retiring, inhibited, and lacking in
confidence. Judy is very self-centered, defensive, resentful, and rebellious. She is
moody, impatient, and manipulative. We suggested that she request student coun-
seling, but she would not accept this suggestion, denying any validity in test and
interview results.

She was expected to have difficulties relating to children and others; she is
not highly motivated to teach, and does not appreciate the feelings and needs of
others. She was expected to have a poor reaction to any pressures put upon her.
She needs encouragement, and we need to get her to pay more attention to
children. She needs careful watching.

Her supervisor remarked:

've tried everything with Judy, but things have blown up again. I went on
another trip to see her and talked with her and tried to find what was the matter;
I felt she was so down in the dumps I took her out for lunch. I think if you say
“Judy, this is not good” you get nowhere with her. Her cooperating teacher had
been taking some of the work away from her, because she wasn’t doing anything.
Her trouble comes partly from last year. They tried to steer her out of teaching.
And now she doesn’t know whether she can teach. She doesn’t have rapport with
the ckildren, or with the other teachers. She’s very aloof. She doesn’t want to
face up to herself.

Now, having provided feedback—or not—we proceeded to collect
other data. For example, we collected sclf and ideal-self card sorts from
the students at the beginning and end of the semester. Theze were based
on EPPS and CPI variables. In addition, the supervisors and the psy-
chologist made card sorts for cach student in regard to self and ideal-
self.

We also had weekly anecdotes from the students about their work
and how things were going, and we had the supervisors in to discuss the
students after each visit. For those about whom the supervisors had in-
formation, we diseussed how their problems might he tackled.
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Because we had argued that experimental treatment should show up
in supervisors’ abilities to help students become more pupil-oriented, we
used Flanders’ technique to see how they interacted in their classrooms,
and how they changed during student teaching. We made four observa-
tions on selected classroom discussion situations, for each student
teacher. It was hoped that we would find movement from direct to in-
direct control of pupils in classroom discussion most apparent in E-1,
with feedback to both student and supervisor, next most apparent in E-2,
with feedback to student only, and less in the control group.

Differences in Supervisory Tactics

It is at this point that the application of social learning theory prin-
ciples becomes important. The work of Dollard and Miller, Bandura and
Walters, and others has shown the usefulness of this theory in changing
behavior of all kinds, including emotional hehavior, and motivational
factors. Social learning theory does not assume that there are no mediat-
ing variables between stimulus and response; but it does emphasize the
importance of reinforcement in governing behavior. Further, Bandura
and Walters emphasize the importance of modeling and imitation. A
supervisor who employed social learning theory principles would there-
fore try to provide the student teacher with an effective model, and to
reinforce appropriate student behaviors. On the other hand, inappro-
priate behaviors would be subjected to negative reinforcement, or if
possible, allowed to extinguish through non-reinforcement or be super-
seded by alternative, more appropriate behavior.

Let us consider one of the EPPS variables as an example of this
approach, as compared to a perhaps more traditional approach. We
might take the variable termed aggression for our example. After all,
teachers are not supposed to be aggressive—at least not toward pupils,
or for that matter toward parents, principals and superintendents.

Now, according to Edwards, high score on any variable indicates a
high need, but it does x:ot say whether that person exhibits that need in a
particular way. So a student teacher high in aggression might simply
wish to be more aggressive, or might actually be more aggressive. Fur-
ther, if aggressive, it is possible that he is aggressive in a “nice way,”
e.g., competitive, or fighting social evils. Or he may sublimate, try to re-
press aggressive tendencies, or turn aggressive tendencies against himself,
that is, be punitive toward self. The reason for the interview with the
student at the beginning of the semestor is partly to get a better idea of
whether the student s or would like to be aggressive.

But let us assume that the student teacher really is aggressive. He is
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punitive, hostile, sarcastic, blaming, and frequently openly angry. He
may, like a teacher I remember from high school, even throw things
such as chalk or erasers at pupils who did not please him.

Now, some might suggest that we allow this aggressive person to get
rid of the need by gratifying it. That is, we would help the student re-
lease hostile feelings in legitimate, socially acceptable ways—perhaps by
hammering the piano, in athletics, by writing letters to the editor, or in
other ways.

However, Bandura and Walters would think that aggressive behav-
jor is modeled; it is learned, probably by a combination of imitation and
reinforcement. Thus they would prefer to have all aggressive acts either
not reinforced, or negatively reinforced. The supervisor, finding an ag-
gressive student, might punish the aggressive behavior, or he might try
to reduce the aggression-producing stimuli in the student’s environment,
or he might try to teach the aggressor to relax. Nonaggressive models
might help, so that such a student teacher might be placed with a patient,
understanding, nonaggressive cooperating teacher. Further, the student’s
nonaggressive acts could be positively reinforeed.

Or, take the need for succorance. Essentially this is a form of de-
pendency. Edwards describes it as a need to have others provide help
when in trouble, to seek encouragement from others, to have others be
kindly, to have others be sorry for one, and the like. In a word, the need
to be “babied.” This seems to reflect a basie insecurity.

Now, we all like to have others succor us, especially if we are feeling
low. But onc of our girls told the supervisor that “supervisors are sup-
posed to be supportive, especially of her, since she had an inferiority
complex.” A social learning theorist would argue that if one were support-
ive of such a person, he might be reinforcing the nced and related de-
pendent behavior. In a word, you do not make a person more self suffi-
cient by constantly providing more support. You try, instead, gradually
to wean him by withdrawing support and making him stand on his own
two feet. Of course, you are careful not to try to make him over all at
once—you move somewhat gradually. You also try to reinforce any
strong, mature, independent behavior, and withhold unnecessary aid and
sympathy.

This approach was used in advising supervisors about working with
their studen?’ teachers.

It is possible, of course, for supervisors to gain considerable knowl-
edge of their student teachers without having psychologieal test data and
interpretations provided them. Indeed, one of the interesting outcomes of
this study was the appearance of a sort of “new look” in supervision, in
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which the supervisors’ topics for discussion with the psychologist, and
even their choice of vocabulary, began to evolve about personality char-
acteristics of the students. Interest in personality dimensions fostered
concerning group E-1 seemed to spill over to the ways supervisors looked
at all students. However, it is true that they were somewhat clearer
about characteristics of students about whom they had feedback.

Advance personality information should help in two ways—it should
allow a head start with the student teacher, and it should provide for less
speculation and fumbling in trying to decide what a given behavior
stems from. Assuming such information is helpful to supervisors, would
it be helpful to students?

It should be noted that in feedback interviews students were not
simply told “you are so-and-so and thus-and-such.” Rather, they learned
that their test scores might be high on certain dimensions and that we
were interested in exploring with them what this might mean; in this
way both student and psychologist might gain a better idea of the
real nature of the student. For example, a student with high exhibition
needs would be probed to see whether he actually tried to take the center
of the stage, say at a party, or as *heerleader, performing in publie, and
<0 on. Or did he act this way only in intimate groups? Or was this only a
desire on his part? This was particularly true in regard to the EPPS; the
CPI simply discusses one’s behavior, so in regard to its findings, we sim-
ply asked students to react to them.

If the student did, indeed, have exhibitionistic tendencies, it was
suggested that this could be utilized for good. He could be a highly stimu-
lating teacher. But on the other hand, he might need to guard against
monopolizing the center of the classroom stage, thus really performing
for the pupils and not permitting them opportunity to express ideas of
their own. Such ideas were explored with the -1 and T-2 groups.

The following student-teacher comments, obtained from written
reactions during the semester, indicate that it worked for some of them,
at least—or so they said:

T've been aware that I was too anxious to do all the talking in the classroom,
and that this probably reflected a need to structure everything o it would go well.
I’m working on this, trying to let the children come through more, with their own
ideas.

You told me I probably liked to be the center of attention. How true. But I
know this isn’t good, so I'm making sure to call on the kids; espeeially those who
are too shy to raise their hands.

Yes, my so-called dominanee is really a cover-up. But I've learned not to he
afraid of the children—they need you so much, at this age, and are really no
threat. So I'm gaining confidence in myself, and I ecan be more like I really am.
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So it can be done. Unfortunately our data does not give us enough
clues as to how often students made use of our comments. We saw them
change, in many ways, but whether it was the study, the supervisors, the
cooperating teachers, just plain experiet 2e, or what, was very hard to
figure out.

Findings of the Study

First, we intercorrelated the various card-sorts—the self and ideal-
sclf sorts made at the beginning and end of the semester by the students,
and those by the supervisor and psychologist. Considering the small
sample size we worked with, it was surprising how well the card sorts
correlated. On certain sorts, such as the EPPS variable called order,
we found 28 oul of 45 correlations significant at the 5 percent level,
and for autoromy, 37 out of 45 significant 7's. Poorest intercorrelations
were with some CPI variables, which we attributed to the comparative
difficulty of writing good card sort items from CPI descriptions of
variables; for the EPPS, we could take items almost directly from the
descriptive part of the manual.

One might wonder whether there were more significant intercorrela-
tions with E-1 or E-2 groups as compared with the control group. For
what it is worth, the answer is “no.” Thus we cannot say that providing
information to supervisors about certain students helped them to describe
the students more as the students saw themselves, or that information
provided the students enabled them to see themselves more as others
saw them. That is, we would have expected the final card-sorts of
students to look more like those of supervisors and psychologists for the
E-1 and E-2 groups than for the controls, but this did not occur. We
think there are a number of reasons for this: for example, I have already
stated that the study seemed to orient supervisors to looking at person-
ality traits for all groups, rather than just those of the E-1 group. This
spill-over seems to have sharpened perceptions and focused observations
which contributed equally to all groups.

We found student teachers to be quite consistent within themselves.
Thus self and ideal-self correlated highly; initial and final sorts cor-
related highly. We can draw two tentative conclusions from this. First,
that most student teachers have stabilized notions about themselves and
that these do not particularly change under conditions of treatment
which we prescribed. And, second, most student teachers accept them-
selves, in that self and ideal-self sorts are highly correlated. A peripheral
finding was that Edwards seemed to be absolutely correct when he
stated that the EPPS had pretty well overcome the factor of social
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desirability in responses to his instrument. The self and ideal-self cor-
relations were high, but the EPPS correlated higher with the self than
with the ideal-self sorts.

The psychologist made two card-sorts concerning each student
teacher. The first was based on test and interview data only. The second
was based on anecdotal information supplied during the semester by
the students and supervisors. The first sort corresponded well with the
test results and card-sorts of the student teachers. The sort based on
anecdotes corresponded well with supervisors’ sorts. But, sad to say,
the supervisor (and psychologist) sorts corresponded much less well
with student sorts.

This may be interpreted in several ways. We can argue quite safely
that motives or traits do not necessarily translate directly into observable
behavior. We can call attention to the relatively limited opportunities
for supervisors to observe students, and also to the relatively structured
situations in which the observations occurred. Yet perhaps even more
important was the ability (or lack of ability) of the supervisor to
assess the student—the supervisors were highly variable in this regard.
One supervisor was found to be completely content- and method-oriented.
Her reliability ratings in the use of the Flanders technique were low
at the start and got poorer with time. Other signs, e.g., discussion with
the psychologist, suggested that she was completely unable to empathize
with and understand students’ behavior. Another supervisor, trained in
guidance and counseling, was highly empathetic. The others were some-
where in between. On the whole, we were pleased, considering the size
of the sample and nature of the data, to do as well as we did—the signifi-
cant correlations were far better than chance would have anticipated.

Highest intercorrelations among all sorts included the EPPS variables
of deference, order, autonomy, intraception, succorance, dominance,
abasement, endurance, and change. Those least correlated included
achievement, exhibition, affiliation, nurturance, heterosexuality, and ag-
gression. Tt seems likely that, for the most part, the former variables
would be more observable in the classroom and informal contact of
supervisor and student.

CPI variables most intercorrelated included sociability, social pres-
ence, responsibility, communality, flexibility, and femininity. These, too,
are quite observable in the classroom and informal contact.

In looking at CPI and EPPS data, we performed analyses of vari-
ance between the groups, by test, for each variable. There were no
statistically significant results—within-group variability was such that
it overshadowed between-group or between-test variability. However,
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this does not surprise us much. This is one of the problems with using
group data in comparison with analyzing individual cases. Thus, one
girl might be high in dominance and lower at the end of the semester,
but in the s